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CHAPTER I 
INTRODUCTION 
In 1971 The White House Conference on Children 
decided that its two first priorities should be to pro­
vide opportunities for every child to learn, grow, and 
live creatively and to redesign education to achieve 
individualized, humanized, child-centered learning. The 
primary emphasis in education has been the development 
of a curriculum in the cognitive domain for the learning 
disabled child. This emphasis can be seen in the variety 
of teaching techniques and programs that have been 
developed to ameliorate the various academic difficulties 
of learning disabled children. Less attention has been 
given to the development of programs or techniques to 
enhance the social and emotional development of the 
learning disabled. Learning disabled children suffer a 
lack of basic interpersonal needs: including control 
and affection. This lack, coupled with the characteris­
tics frequently associated with learning disabled chil­





It must be remembered that individuals are not born 
with ready-made self-concepts; self-concepts are learned. 
ach child develops his sense of identity and feelings 
about himself from experiences which include the attitudes 
and perceptions of the significant others around him 
(Sebeson, 1970). Children begin school with all sorts of 
ideas about themselves and their abilities. They have 
formed pictures of their value as human beings and of 
their ability to cope successfully with their environ­
ment (Purkey, 1970). The learning disabled child has al ­
ready experienced failure by the time he enters the 
classroom. In school, much time is focused on academic 
learning. This usually means that five to six hours each 
day are spent struggling with one's disability. School 
quickly becomes a place were constant comparisons are made 
between one's self and successful others (Sheleton, 1977). 
It is not surprising that the child's frustration with 
academic learning builds year after year. How does this 
reflect on his/her self-concept? The development of a 
child's self-concept is his most important experience. 
Each person processes all behaviors and information through 
his self-concept which acts as a filtering system; "a 
screen through which everything else is seen, heard, 
evaluated and understood" (Combs in Gasda, 1973). As 
this filtering process develops, attitudes toward learning 
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and toward the self are shaped in small units. These 
units build the student's feeling or attitudes toward 
school or cognitive learning and individual learning 
tasks. These attitudes control the amount, quality, 
and retention of learning after the teaching process is 
completed. 
By the time the learning disabled youth reaches 
adolescence, he presents a mix of learning problems and 
the emotional problems which likely result from his 
disability. The adolescent with a learning disability 
has established a pattern of academic failure. He/she 
is a child forced to realize his differentness in academic 
areas; coupled with a sense of impotence to eradicate 
his learning handicap. This leads to feelings of in­
adequacy, lack of self-esteem and helplessness in the 
learning setting. 
It must be remembered that learning disabled adoles­
cents share the common needs of all adolescent students: 
recognition, ego satisfaction, and peer approval. At 
this particular vulnerable phase of life when ego-ideal 
alliances are eagerly sought, the adolescent with learn­
ing disabilities has been set aside and labeled as 
different because of his academic history, often with 
no visible handicaps to provide a basis for performance 
differences. This adolescent, especially the one who has 
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been placed in a special class, is separated from the 
larger population o£ his age and grade peers both 
psychologically and physically and is heir to all the 
ramifications associated with being segregated and 
stigmatized in his social interactions. Another source 
of self-esteem, acceptance of significant others, is 
again denied the individual. It follows, consequently, 
that the self-esteem of the adolescent with learning 
disabilities may be poorer than the self-esteem of the 
adolescent of matched age and general intelligence 
level unencumbered by academic failure and attendant 
social and emotional problems (Rosenberg & Gaier, 1977). 
Learning disabled students often do not have the 
coping mechanisms to master the tasks of childhood, let 
alone those of adolescence. The teacher must share the 
responsibility with parents to help the learning disabled 
student not only learn to cope with his learning 
problems but also with his feelings about himself. 
Purpose of the Study 
The study was undertaken to review the current litera­




Scope and Limitation 
This paper dealt with research in the literature from 
1965 to the present. Studies were limited to those deal­
ing with school age children with the emphasis on stu­
dents of secondary school age. Primary interest was 
devoted to the learning disabled adolescent. 
Definitions 
The following terms were considered important for 
this paper: 
Self-concept: nSe1f-concept is the sum total of the 
view which an individual has of himself • a unique 
set of perceptions, ideas, and attitudes which an indi­
vidual has about himself" (Felker, 1974). 
Learning Disability: Children with special learning 
disabilities exhibit a disorder in one or more of the 
basic psychological processes involved in understanding, 
or using spoken or written language. These may be mani­
fested in disorders of listening, thinking, talking, 
reading, spelling, or arithmetic. They include conditions 
which have been referred to as perceptual handicaps, 
brain injury, minimal brain dysfunction, dyslexia, 
developmental aphasia, etc. They do not include learning 
problems which are due primarily to visual, hearing, or 
motor handicaps, to mental retardation, emotional disturbance 
or to environmental disadvantage. 
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Summary 
As the education of the "whole" child has become 
increasingly important to education, this paper was 
undertaken to study the research on strategies to improve 
self-concept of school-age children, especially the 
learning disabled adolescent. The important terms 
"self-concept" and "learning disabilities" were defined. 
A review of literature follows in the next chapter. 
CHAPTER II 
REVIE\v OF LITERATURE 
Creating a Supportive Environment 
Various authors explored the role of teachers in the 
development of a positive self-concept in their students. 
This first section is concerned with the factors involved 
in a supportive environment. 
Canfield and Wells (1976) state that there are several 
principles important to be kept in mind by the teacher 
who is interested in changing self-concept. They are: 
1. It is possible to change self-concept. It is 
possible for teachers to effect the changes--either way, 
both positive and negative. Teachers can and do effect 
pupils' self-concepts everyday. The teacher has a choice 
over what kind of effect he/she will have. 
2. It isn't easy. Changes take place slowly over 
a long period of time. The teacher cannot expect sudden 
and dramatic changes in the way a child feels about him­
self. Self-concept builds the same way muscles do, 
slowly and often, at first, imperceptibly. 
3. Efforts that aim at more central beliefs have 
greater impact on the students even though they are harder 




academic ability. If a teacher can help the child see 
himself as capable of learning, he/she is dealing with a 
central belief. If a teacher helps a mischievous boy 
see himself as kind and helpful, or a doubting girl see 
herself as intelligent and attractive, then the teacher 
has made a significant difference in the life of the 
child. 
4. Peripheral experiences are helpful. Many 
successes are required to help a person feel better about 
himself in a basic sense. The development of talents is 
important. For example, almost anything a teacher does, 
from calling a student by his name to complimenting him on 
his new shoes helps to create a sense of self worth. 
5. Relating successes or strengths to one another is 
important. A teacher can strengthen the impact of any en­
hancing experience by relating it to others the student 
has had. 
Quandt (1972) defined classroom environment or 
atmosphere as involving the comments and actions of the 
children as well as those of the teacher. Frostig in 
1968 maintained that the teachers need to develop a class­
room atmosphere in which children treat each other with 
respect. 
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Canfield and Wells (1971) list the following four 
elements of a supportive classroom climate: 
1.	 Accepting pupil contributions without judgment. 
2.	 Maintaining a It You can do it" attitude. 
3.	 Listening, listening, and listening. 
4.	 Being, in all ways, a friend. 
DeVito (1971) also cites four principles which a 
teacher can adopt for the creation of a classroom environ­
ment that is self-enhancing for its occupants, They are: 
1.	 Lots of opportunities for pupil decision making. 
2.	 ~lternatives or options available for students. 
3.	 The student should be basically responsible for 
his own behavior and learning. 
4.	 The classroom must be characterized as accepting, 
supporting and caring. 
Purkey (1970) specifies six factors which are particu­
larly important in creating a classroom atmosphere con­
ducive to developing favorable self-images in students. 
1. Challenge--High academic expectations and a high 
degree of challenge on the part of teachers have a posi­
tive and beneficial effect on students. A good way to 
create a challenge is to wait until chances of success 
are good and then say: "This is hard work, but I think 
you can do it." Another important part of challenge is 
relevance. If the required learning is relevant to the 
student's world of experience and has some personal 
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meaning to him, then he is likely to work hard--if he 
feels free to try. 
2. Freedom--It is difficult for self-esteem to grow 
in an environment where there is little or no freedom 
of choice. If the student is to grow and develop as an 
adequate human being, he needs the opportunity to make 
meaningful decisions for himself. This also means that 
he must have the freedom to make mistakes and even to 
laugh at his inadequacies. 
3. Respect--A basic feeling by the teacher for the 
worth and dignity of students is vital in building self­
concepts in them. No aspect of education is more 
important than the feeling on the part of the teacher 
that the individual student is important, valuable, and 
can learn in school. \Vhenever we treat a student with 
respect, we add to his self-respect, and whenever we em­
barrass or humiliate him, we are likely to build dis­
respect in him both for himself and for others. 
4. Warmth--A warm supportive educational atmosphere 
is one in which each student is made to feel that he or 
she belongs in school and that teachers care about what 
happens to him. It is one in which praise is used in 
preference to punishment, courtesy in preference to sar­
casm, and consultation in preference to dictation. 
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5. Control--It is important for the teacher to 
maintain discipline, for the type of control under which 
a child lives has considerable effect on his self-image. 
It is yet another way of telling the student that the 
teacher cares about him and what he does. Classroom 
control does not require ridicule and embarrassment. 
The secret seems to be in the leadership qualities of 
the teacher. \Vhen he is prepared for class, keeps on 
top of the work, avoids the appearance of confusion, 
explains why some things have to be done, and strives 
for consistency, politeness, and firmness, the classroom 
control is likely to be maintained. 
6. Success--Perhaps the single most important step 
that teachers can take 1n the classroom is to provide an 
educational atmosphere of success rather than failure. 
The sensitive teacher points out areas of accomplish­
ments, rather than focusing on mistakes. 
Felker (1974) emphasized that there must be a feeling 
of belonging, competence and worth for self-esteem to 
develop. Six years earlier, Richardson (1968) claimed 
that the teacher's language and behavior set the emotional 
climate of the classroom. He also quoted Withal and 
Flanders (1965) as having suggested that in many class­
rooms the teachers' verbal responses convey reproof and 
criticism rather than praise and encouragement. The 
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resulting climate of anxiety and uneasiness reduces chil ­
dren's confidence in their own ability. 
Shelton (1977) states that a healthy learning 
environment is one in which the participants are success­
ful. This is important because successful experiences 
control how much the student learns, how rapidly they 
learn, and how they feel about learning. An atmosphere 
in which participants are successful is positive, 
accepting, and encouraging. Shelton continues that each 
student in this type of atmosphere has the freedom to 
explore, the freedom to be wrong, and the freedom to 
discover curiosity is fun and problems have answers. 
Techniques to Enhance Self-Concept 
Coopersmith and Silverman (1969) offered several 
suggestions helpful to the teacher who wants to improve 
students' self-concepts. These suggestions, while not 
supported by data, are based on Coopersmith's earlier 
research. The authors claim that teachers should attempt 
to: 
1.	 Set up realistic class standards that are clear 
and definite; 
2.	 Praise and support each child; 




4.	 Challenge each child so that success does not 
come too easily. 
Ralston and Thomas (1970) state that physical education 
teachers have formulated techniques for improving phy¥ical 
self-concept that are applicable to other areas. They 
suggest that teachers should: 
1. Evaluate each student at the beginning of the 
year and decide how they will progress (set realistic 
goals) ; 
2. Break up skills into component parts and give 
credit for successful execution of each part; 
3. Spread out grading unobtrusively among other 
activities; 
4. Grade students by having them perform privately 
while only the teacher is watching. 
Quandt (1972) discussed four important points that 
will enable students to improve their self-concept. They 
are: 
1. To guide children so that they will accept the 
weaknesses and mistakes of others. One way this can be 
done is by the teacher's accepting of weakness and mistakes 
of all children even those children who do not always 
behave in a manner that the teacher naturally finds 
acceptable. The degree of acceptance is clearly visible 
in the comments that a teacher makes to individuals about 
their work and behaviors, in the teacher reaction to 
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accidents, in the approaches used in discipline problems, 
and in the amount of patience a teacher demonstrates. A 
teacher also needs to offer positive reinforoement to 
children who make positive comments about others. 
2. Children need to be guided so that they reduce 
negative comments or actions toward others. If a teacher 
is accepting, his own negative comments will decline as 
will those of the children who take their behavior clues 
from the teacher. \Vhen children do ridicule, criticize, 
or act negatively, a group discussion led by the teacher 
about the universally human quality of imperfection can 
sometimes be helpful. 
3. The teacher needs to help children develop a 
discriminating attitude toward tattling. The student 
needs the ability to discriminate the significant from the 
trivial. 
4. Embarrassment. Quant (1972) states that the 
teacher should avoid embarrassment as a punishment. While 
it may be effective, it can crush the individual's self ­
concept. Correction of behaviors that a teacher wishes 
to eliminate in private can be just as effective and much 
less damaging. 
Felker, Stanwyck, and Kay (1973), as part of a teacher 
inservice program fbr the enrichment of self-concept, set 
forth five principles for the enhancement of self-concept 
of students. They were: 
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1. Praise yourself when appropriate. 
2. Help children evaluate themselves realistically; 
3. Teach children to set realistic goals; 
4. Teach children to praise themselves; 
5. Teach children to praise others. 
Quick (1973) explains that the teacher can build a 
positive self-concept by personalizing his/her instruc­
tion, by demonstrating a sincere liking for each child, 
by developing empathy and by giving each child the 
feeling that he is liked, understood, and appreciated. 
The teacher should let the child know that he/she is 
aware of him as a person--that you are willing to listen 
to him and to help him when necessary. Teachers should 
take some time during their busy schedules to establish 
opportunities to communicate with each child privately or 
semi-privately about his interests and concerns. The 
teacher should also serve as a model of respect and 
self-respect. The teacher should treat each child as if 
he were the most important person the teacher knows. 
Quick (1973) also stated that the teacher should: 
1. Evaluate pupil progress in reference to previous 
accomplishments--compare each child's progress only with 
his o,~ past performance; 
2. Generally put positive comments on written work; 
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3. Take special opportunities to praise pupils for 
their successes; 
4. Involve each child in planning his educational 
program, in charting his progress, and in evaluating his 
performance; 
5. Give each child some freedom to explore, discover, 
and make some mistakes. 
Mattocks and Jew (1974) expressed the opinion that the 
teacher's role in the development of the pupil's self­
concept cannot be overstated. Too often teachers are 
unaware of the child's self-concept (of himself) and its 
implications for meaningful affective education. In 
the case of a child who already suffers from a severely 
impaired self-concept arising "from a home situation, the 
teacher stands as the next and sometimes only hope of 
improving the child's self-concept. The authors feel 
that the child can be helped towards the development of 
a healthy self-concept through the relationship which is 
built up between him and the teacher via the experiences 
provided in the learning situation. 1attocks and Jew 
provide nine specific ways in which a teacher can carry 
out the role of developing a positive self-concept. They 
are: 
1. A teacher needs to be able to develop sensitivity 
towards picking up clues from the child as to how he 
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perceives himself in relation to others, in order to 
contribute constructively to the child's growing self­
concept. This is necessary because parents have certain 
expectations of their children and communicate to each 
child how they perceive his success and failures in 
living up to those expectations. If those expectations 
are unrealistic in terms of the child's abilities and 
needs, the child suffers in comparison between his 
concept of self and what he perceives his "ought to be." 
Children's ideals resemble more closely the parents' 
expectations or ideals than the social stereotype or 
composite to which the teacher may hold. Thus, there may 
be a serious discrepancy and conflict within the child if 
the teacher attempts to develop behaviors or goals in the 
child that are at odds with those presented in the home 
environment. 
2. Some contact between teacher and parents can 
prove useful in providing the teacher with an opportunity 
to evaluate and reduce the dangers of evoking manifest 
anxiety in the child or complicating further any already 
existing anxiety. Ideally the teacher will be able to 
work in conjunction with the parents to prevent or 
alleviate such sources of anxiety, promoting in the process 
consistency of the child's developing self-concept. 
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3. The teacher needs to provide experiences for the 
child ,~hich contain the factors of confidence and inte­
gration. In order to gain a feeling of adequacy related 
to the self, the child needs to feel that there is a 
reward associated with his success. The child needs to 
feel that success will follow a brief period of depriva­
tion or frustration. 
4. Mattocks and Jew (1974) feel that the nucleus 
of the child's awareness of himself centers around his 
body image. A child needs to be provided with healthy 
encounters which will ecnourage a realistic self-acceptance. 
5. Children should learn by doing. There should be 
emphasis on improvement with practice rather than criticism 
of initial failures. This concept should include thinking 
as well as physical tasks. The child should be allowed to 
practice thinking. He should be permitted to witness or 
participate in the thinking of others. The teacher can 
help by thinking out loud regarding her planning of some 
class activity. 
6. Mistakes are a necessary part of the learning 
process. But too often mistakes, however small, made 
by a child are responded to as pure tragedies by adults 
who have unrealistic expectations. The teacher can help 
by freely admitting her own errors. A child learns by 
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example that mistakes are human and how to learn from errors 
rather than be defeated by them. 
7. A teacher should avoid unreasonable demands by 
understanding where the child is in his limited experiences. 
8. The teacher should utilize the child's natural 
curiosity. Instead of discouraging the avid curiosity of 
the young, such desires to know should be channeled and 
encouraged toward development of a self-concept where 
knowledge is a desirable part of living. 
9. Mattocks and Jew (1974) feel that there is 
sufficient evidence to conclude that reward is superior 
to punishment in promoting learning in many instances. 
The teacher needs to use rewards and encouragement when­
ever possible to counteract the destructive effects of 
the self-concept suffered by a child who has experienced 
an overabundance of shame and punishment in his parental 
interactions. 
Horn (1976) stated that a teacher should be accepting 
of each child's ideas, opinions, and approaches to problem 
solving. A teacher should help a child make positive 
criticism; even if it is of her/him. By listening, 
Horn feels that a teacher is able to provide an arena for 
thoughtful appraisal of what is happening around him. She 
also stated that, the child should have the freedom to 
verbalize and be received with respect. 
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Diamond (1974) specifies the following ingredients 
which he feels are most helpful in enabling an adolescent 
student to consider himself important, valued, and success­
ful. 
1. Choice--Any school for adolescents which does not 
offer students the opportunity to participate in the 
modification and design of significant aspects of the 
environment in which they learn is transmitting an attitude 
to students which devalues them as community members and 
tells them their job is to be exclusively passive 
recipients of the wisdom of some more important people. 
2. Justice--A good classroom is one in which the self­
esteem of the participants remains undiminished in spite 
of the natural tensions of learning tasks. Of course 
in order to make this possible, a staff of secure and open­
minded adults is a requisite. 
3. Self-examination-- Evaluation of performance and 
behavior should be a process whereby all members of a 
school community learn something about themselves and not 
merely a series of judgments in shorthand of students by 
the staff. No class or school rating, no honor roll, no 
numerical or letter grades, no special awards have a 




4. Community--Diamond (1974) uses this term to des­
cribe the sense an individual has of belonging to a definite 
group. Group allegiance and participation which results 
in gro\~h and experience for the participant can only 
be attained if he also feels needed and valued by the 
community to which he belongs. 
5. Trust--Diamond (1974) does not suggest naive accep­
tance of obviously implausible tales on the part of the 
students sho\~ to be harming themselves or the community. 
But if teachers are truly willing to extend trust to 
adolescents, all teachers can find meaningful ways to 
do it. 
6. Honesty--If people interact in the school in an 
emotionally open manner, sharing their love as well as 
their anger, their joy as well as their sadness, the staff 
may transmit an essential lesson about the validity and 
humanity of all those feelings. Teachers will have to 
be themselves with each other and with the director as 
well as others conoected with the school. 
7. Intimacy--A school should remain so small that 
no person walks the halls a stranger. Once the size of 
the school becomes so large that we do not know from day 
to day how each member of the community is doing and 
feeling, we are likely to deal with our IIstranger ll student 
in an arbitrary manner, often seeing the rule or the issue 
as more important than the person. 
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8. Order--School like any other institution needs 
some structure and some rules in order to function 
successfully and provide the service for which it is 
intended. But the fewer the rules, the better. It is 
important to take seriously the ones that do exist. 
Dinkmeyer, Carlson, and Koval (1975) feel that the 
teacher needs to focus on understanding her/his students 
and aiding them in understanding and accepting them­
selves. One activity Dinkmeyer, et ale suggest can be 
done at the beginning of the year. The class is 
asked to list their expectations of the teacher. Once 
the list is compiled, the teacher then goes on to explain 
how she saw herself in relation to each item on the list. 
In sharing herself, she modeled the openness and trust 
she was expecting of her students. Another activity 
the class can do is to fill out incomplete sentences 
such as the following that Dinkmeyer, et al. (1975) 
suggest: 
1. Life with my family makes me feel 
2. I was really angry when 
3. My brother/sister 
4. I felt happy 
23
 
The teacher may write her own set of incomplete sen­
tences or may use material available commercially. 
Dinkmeyer, et al. (1975) state that at the beginn1ng of 
a new sohool year, the teacher should not assume that 
class members know each other. Because peer relations 
are so important, exercises should be designed which 
enable children to increase their knowledge of and under­
standing of one another. One exercise the teacher can 
use in the interview. The class should discuss the mean­
ing and purpose of the interview. Then the class should 
divide up into teams of two. The interview should 
stress strengths of the student being interviewed-and the 
listening ability of the student interviewing. After a 
specific time, each team member introduces the other to 
the class. To reinforce these strengths and assets of 
students, each child keeps a diary. Each day he is to 
record something m~ich made him feel proud or happy. 
Hamilton (1976) feels that a teacher can prepare 
her/himself to help improve her/his students' self ­
concept by: 
1. The teacher should familiarize her/himself with 
each child and his family group. Operate on the basis 
that the parents or guardians are the primary educators of 
the child and that you all have to work together. 
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2. Do not assume that most families are traditional, 
complete or permanent units, or that all children in 
a family have the same last name or even the same skin 
color. Do not make judgments, but be primarily concerned 
with helping children feel good about themselves, 
their families, and their life styles. 
3. Determine individually each child's present 
skills and level of conceptualization and make a plan 
to supplement his education. If a child is not making 
progress, assess the teaching methods instead of assum­
ing that the child is "unteachable." 
4. Make parents or guardians partners in the educa­
tion of their child. Welcome them to the classroom, 
share plans for the child, and keep them informed of 
the child's progress. 
5. Encourage children to do what they can for them­
selves, but help them with tasks that are too difficult, 
before frustration sets in. 
6. Give positive rather than negative guidance to 
build positive self-image. Reinforce praiseworthy 
actions with warm approval, but do not give unearned 
or artificial praise. 
7. Respect the dignity of each child. If correc­
tive action is needed, do it quietly, firmly, and in 




8. Encourage children to share their ideas and 
respect the ideas of others. 
9. Stress professionalism at all times. The teacher 
is in possession of privileged information about chil ­
dren and their families. Never discuss this information 
with others who are not professionally involved. 
Hamilton (1976) maintains that cultural awareness 
is important to each child's self-image. She feels that 
each child should take pride in his own background and 
respect that of others. She further states that a teacher 
must become more sensitive to diversity and more cul­
turally aware. She lists five things the teacher can 
do that will help her become aware of the diversity of 
different cultures, namely: 
l' Learn about the cultural values of the children 
you teach; 
2. Recognize and accept the fact that each child 
and each family has a cultural heritage and a unique 
way of life; 
3. View a child of a different culture in your class 
as a matter for celebration rather than despair; 
4. Avoid terms or names that are labeling or that 
convey misrepresentations; 
5. Remember that your attitudes toward cultural dif­
ferences will influence the attitudes of the children 
in your class. Examine your attitudes, prejudices, 
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and behavior toward others who are different as honest­
ly as you can. 
Hamilton (1977) also provides a group of activities 
that can be done in the classroom. Activities are set 
up in learning centers for individual or group activities. 
The first learning center is the discovery center. Some 
of the activities in this center are: 
1. Provide a full-length mirror or small metal hand 
mirror for children to explore individual characteristics 
such as eyes, skin, clothing, hair and so on; 
2. Provide a magnifying glass to explore skin, 
fingers, and hair; 
3. Use a tape recorder to identify voice character­
istics and encourage children to listen to themselves and 
to each other; 
4. Take self-developing snapshots of the children to 
use in class and as gifts for parents; 
5. Make hand or foot prints. Compare differences. 
Note that no two are alike. Only you can make that print. 
Another learning center Hamilton (1977) suggested was 
the dramatic play center. Some of the activities that 
can be done in this center are: 
1. Provide a variety of dress-up clothes and a 
full length mirror. Selecting clothes and dressing up 
will help children develop awareness of self, encourage 
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them to enact home experiences, and help them under­
stand various roles of family members; 
2. Set up a barber/beauty shop complete with chair, 
mirror, cardboard scissors, plastic cape, plastic curlers, 
plastic bottles. This encourages a positive image through 
good grooming. 
The third center is the art center. Some possible ac­
tivities for this center are: 
1. Paint and draw pictures of self, family, and 
friends. Accept each child's picture and do not prod 
for more finished work that may be beyond the child's 
ability; 
2. Have children lay on the floor and trace around 
them on wrapping paper. Have children paint figure to 
correspond with clothing they are wearing. 
Survant (1972) suggested some teaching activities which 
relate to the development of the child's self-image. The 
following are at the elementary level: 
1. Children can draw pictures of themselves and 
talk about them. Here the teacher can help the children 
become aware of each other, not by name, but by physical 
descriptions (hair color, eyes, and size). 
2. Have pictures of faces and note what and how each 
child feels about what is portrayed. This gives the 
child the opportunity to consider the sources of feelings 
and discover their feelings about certain things. 
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3. Encourage pupils to tell of their home, family, 
pets, and experiences. 
4. Show motion pictures~ television films, and 
slides taken of children in successful situations and 
allow the students to discuss them. 
5. Play games in which each child gets the chance to 
be a star. 
6. Give the youngster much verbal reinforcement 
and encouragement. 
7. Provide tasks which are interesting and challeng­
ing but within each child's range of ability, so he/she 
can enjoy the feeling of accomplishment. 
8. Accept what each child does. Comment honestly 
and positively or reward with a general comment such as 
"You've worked hard today. I appreciate it." 
9. Help each one feel he is an important member of 
the group. 
10. Solicit a child's suggestions and use them. Make 
him/her feel his/her ideas are worthy and important. 
11. Listen to the child attentively. '¥hen he asks 
you something, stop what you are doing, get down on his 
eye level, and give him your undivided attention. 
12. After talking to him about it, bring some 
of his work before the group in a way that will not em­
barrass him. 
13. Show him your respect and make him know that you 
value him as a unique human being. 
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14. Be patient with his actions and be slow to judge 
h~. 
15. Give him the opportunity to make choices and 
decisions (but not so many that he becomes confused and 
overwhelmed). 
Canfield and Wells (1976) in a handbook for teachers 
and parents entitled 100 Ways to Enhance Self-Concept in 
the Classroom list activities to promote a positive self­
concept. Some of the activities follow: 
1. Have students bring to class five tangible 
objects that recall or symbolize some past successes or 
acoomplishments they have had. Encourage the children 
to talk about them to the class. 
2. Getting to know you is an exchange of informa­
tion activity. A list of questions are given to the stu­
dents, who then divide up into pairs and answer the follow­
ing questions. These questions work best with teenagers 
and adults: 
1.	 How would your parents have described you 
as a child? (ages 6-12) 
2.	 \Vhat was your favorite toy as a child? 
3.	 What is your favorite toy now? 
4.	 What were you most proud of as a child? 
5.	 Vhat was your childhood nickname and how did 
you feel about it? 
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6.	 Do you like your first name now? If not, 
what would you like instead? 
7.	 \Vhat is your favorite possession? 
8.	 Can you name a favorite possession you no 
longer possess, and describe your feelings 
about no longer having it? 
9.	 What is the funniest thing that ever happen­
ed to you? 
10. What is your all-time favorite movie? 
3. Ask the students to tear a piece of paper into 
eight pieces. On each piece of paper they are to write 
one word which describes them. They should be as honest 
as possible. \Vhen they have completed this, have them 
arrange the papers in order, placing the one they are 
most pleased with at the top and. the one they are least 
pleased with at the bottom. Inform them that what they 
now have is a wardrobe of descriptive words that they can 
tryon, wear, or discard. Suggest that they spend a 
little time considering how they feel about each of the 
adjectives. At the end of the exercise ask each student 
to record two things he has learned about himself. 
4. Appoint several students to compile a "Who's 
Who in the Class." Data can be gathered such as achieve­
ments, hobbies, pets, future aspirations, home addresses, 
family members, and "favorites," such as favorite TV 
programs, favorite food, etc. \Vhen the data are collected 
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and written up, see if you can have it duplicated and 
distributed to all the students. If possible, use 
pictures of each of the students. 
5. Have the class sit in a circle. Ask the students 
to pretend that they can have a package any size, or 
shape they want. Inside this imaginary box they are to 
place lihatever it is in the \~lole world that would make 
them happy. Ask the students to share with the rest of 
the group what would be in the box and why it would 
make them happy. 
A book by Michele and Craia Borba called Self-Esteem: 
Classroom Affair (1978) also gives ideas of activities 
that can be used in the classroom. This book includes 
pages of activities that can be reproduced by the teacher 
for use in her classroom. 
Techniques for the Improvement 
of the Self-Concept of the Learning Disabled 
The techniques given in the preceding section can 
definitely be used with children with learning disabilities. 
Several authors have developed adaptive strategies for 
use with the learning disabled (LD). This section focuses 
on those strategies. fatson (1973) gives seven sugges­
tions to help change feelings of inadequacy. They are: 
1. Let students tutor younger children. These 
students should also work together with their own 
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classmates--tutoring each other. It is important that 
they feel capable of helping and being helped by children 
their Olffi age. 
2. The teacher should emphasize the positive qualities 
of all youngsters, but especially the academically dis­
advantaged, during parent conferences or contact. 
3. Do not feel obligated to cover papers of the stu­
dents with red checlanarks. It might be more desirable 
for the teacher to work individually with a student on 
the particular assignment in question, possibly marking 
only the correct problems. Emphasizing the positive 
would be a good approach. Another way of emphasizing 
the positive would be for the teacher to make comments 
or reactions indicating interest in those papers which 
deal with opinion, attitudes, and feelings. 
4. The teacher should avoid those classroom situa­
tions in which the students are compared with students 
achieving high in academic areas. Continually being 
last, lowest, or behind the other students does little 
for developing a positive self-concept. The teacher 
can help avoid situations of this nature by primarily 
displaying work with no right or wrong answers, working 
privately (whenever possible) with children who have 
academic difficulties rather than always displaying their 
ignorance to the entire class and employing heterogeneous 
grouping whenever possible. 
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5. Give academically 1mV' students both public 
and private reinforcement for good academic work. 
6. Attempt to discover the specific skills or talents 
of these students. Often children can compensate for 
poor academic performance by excelling in some non­
academic area. It might be worthwhile to encourage 
students to display their particular skill for the other 
students. 
7. The teacher should display a genuine interest 
in student activities and interests. Most children are 
quick to spot apathy in the teacher. 
Shelton (1977) stated several adaptive techniques 
that the teacher can use with a learning disabled child. 
These techniques are: 
1. Helping the student to relate growth to himself 
and not comparing himself to others. 
2. Looking at all personal skills, not just focusing 
on cognitive or academic. 
3. Finding areas of success, encouraging participa­
tion, and emphasizing these strengths. 
4. Changing the environment to minimize the effect 
of the disability on the accomplishment of the task. 
5. Teaching the child to look for alternative solu­
tions when one way is not workable. 
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6. Identifying desired goals of students and modify­
ing the process toward these goals so that the disability 
does not prevent attainment. 
7. Helping the student who has difficulty in self­
control to know control can be manintained if taken by 
minute or in small time frames. 
Behrmann (1975) listed twenty suggestions for working 
with the learning disabled adolescent in the article, 
"The 4 R's: eading, Riting, Ritmetic, and Respect." 
These suggestions are: 
1. Always treat teenagers with respect. 
2. Expect respect, and act accordingly. The teacher 
is not their age. He shouldn't try to be. 
3. Be patient and understanding. Do not respond 
in anger. 
4. Shut up. Do not discuss your pupil with any­
one except the proper personnel and in the proper place, 
not in the supermarket. 
5. Never ridicule. Of all the degrading techniques 
this is the worst. No one likes to be laughed at, 
particularly this sensitive, shy person, striving for 
adulthood but still a faltering teenager. 
6. KnOl'1 your subject. 
7. Be honest. Trust, respect, confidence, caring 
are all built on trust. 
35
 
8. Use techniques and materials that are not babyish. 
It may be necessary to build a foundation of simple 
phonic sounds and rules but incorporate them into 
challenging materials. 
9. Do not mix ages. It is self-effacing for a ninth 
grader to sit in class with a seventh grader. But cross 
tutoring, using older students to help younger students, 
can be most successful and should be encouraged. 
10. Remember the importance of peer identity. Let 
your teenagers dress like other teenagers. Try to 
accept their current slang expressions as long as the 
language is not foul. 
11. Stand firm. They need the strength of a mature 
adult. They need a leader who has become a molded human 
being to serve as a model for their still pliant selves. 
Caring requires discipline side by side with freedom. 
12. Review, retrain, reteach. 
13. Be flexible, be ingenious. If one approach 
isn't working, find another one. The youth has probably 
been frustrated all too often already with the same 
approach. 
14. Always work from the simple to the complex. 
15. Do use multisensory techniques and materials; 
try to strengthen the youth1s weaker learning modalities 
while encouraging clutching with the keener ones. 
16. Be realistic. Of course the teenager can be 
helped. But he must be retrained and accommodated 
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within the limits of his own problem; he may never 
become a first class speller, for example, but he can 
become a first class person. 
17. Be relevant. Your teenager needs help to cope 
in the classroom today; he needs help in living in 
society today. There must be a transference to the 
student's life outside of the closed-door one-to-one 
tutoring. 
18. Keep your place. Do not try to become mother 
or father or big brother or sister to this youth. Be 
what you should--a teacher that cares. 
19. Take your teaching clues from the needs and 
learning styles of the individual children. Ask "How 
do they learn? 11 not 11 HOl'! do I teach?" 
20. A slogan for thought: Success breeds success; 
failure breeds failure. 
Intervention Strategies 
esearch has been undertaken on many different 
types of change strategies. This section of articles 
focuses on three of these types of strategies. The 
first part deals with affective programs which are 
concerned at least in part with the development of a 
positive self-concept. These include both the individual­
ly designed and commercial programs. The second group 
of articles is concerned with the use of students as 
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tutors as a technique for improving self-concept. 
The third section focuses on the strategy of learning 
or improving a skill or talent as a means of improving 
self-concept, which is referred to as a competency model. 
Affective Program fodel 
In the affective programs strategy, the emotions and 
reactions of the subjects are involved in the change 
process. Landry, Schilson, and Pardew (1974) investigated 
the effects of a self-concept enhancement program on 
four-year-olds who attend nursery school. The program 
was adapted from several published developmental guidance 
programs. The program was organized into 33 sessions 
covering an II-week period. The program began with 
introductory activities and proceeded to activities 
which focused specifically on enhancement of the physical 
self, the intellectual self, the emotional self, and the 
social self. The Thomas Self-Concept Values Test (TSCVT) 
was administered individually by experienced examiners to 
an experimental and control group of nine four-year-old 
children. The Developmental Profile was completed by 
the teachers of the two groups. They found no significant 
increases in self-concept scores for the control group. 
~ile there was no significant increase in self-concept 
scores for the experimental group as a ,~~ole, it was 
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noted that there were significant increases at the .01 
level on four of the scores. They also found no signifi ­
cant difference in gain scores between the experimental 
and control groups. Significant differences in gain 
scores at the .01 level were found on five variables 
of the TSCVT: Socialization, Fear of Things, Material 
Possessions, Self-as-Subject Concept, and Total Self­
Concept. During the treatment period, the investigators 
subjectively noted a growi~g openness on the part of 
the children. The children became more free and deep 
in their expression of feelings. Their listening skills 
were improved. The children seemed more aware of how 
other children perceived them and others. Lastly, they 
appeared to have acquired an understanding of cause and 
affect relationships; that is, the relationship between 
behavior of one person and the resultant feelings of 
another person. At the conclusion of the program, it was 
obvious to the investigators that the children could 
better cope with frustration. 
In 1973, Schulman, Ford, and Bush attempted to alter 
personality through the use of techniques that promote 
education in mental health and experimentation with 
group and individual behavior. The study attempted to 
shOl'l that students who participated in the program were 
expected to display significantly higher levels of 




expected to show more accuracy in their self-judgments 
of academic and social strengths and weaknesses as a 
result of this program. A total of 502 subjects were 
taught the program while 384 students served as controls. 
The subjects were sixth, seventh, and eighth graders in 
five suburban school districts located in the metropoli ­
tan Chicago area. The experiment used 11 brief film 
clips to stimulate classroom discussion along self­
concept themes. Other techniques included written com­
positions and classroom and homework assignments. Units 
dealt with friendship, communication with adults, self ­
concept and honesty. Pre- and post-test batteries con­
sisting of This Is Me (a self-report instrument) and How 
See ~ly Self (HISf) where subjects compare themselves to 
their classmates in academic and social areas were ad­
ministered one week before the start of the program and 
one week after its completion. Results indicate that 
the students \~ho received the self-concept unit or program 
rated themselves more critically on the HISM measure at 
the completion of the unit. At the same time, the experi­
mental student gave more positive responses to the 
Coopersmith Self-Esteem measure, an indication of higher 
self-esteem, though no significant grade by treatment 
interaction was found. Eighth grade students appear to 
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exhibit greater post-test gains than either sixth or 
seventh grade students. While not significant, this 
trend may suggest that l4-year-olds are better able to 
cope with and profit from the themes and content of the 
experimental unit. Comparison of post-test frequency 
categories (experimental students were classified as 
having high or low self-esteem and high and low self­
concept of ability) using the pre-test frequencies 
as the expected frequencies indicated that significantly 
more students were found in the high self-esteem and 
high self-concept of ability category on the post-tests. 
In general, the results suggest that it is possible to 
construct a teacher-taught mental health program that 
produces a desired effect within a junior high school 
classroom. 
Garner (1974) explored the effectiveness of two 
approaches designed to help intermediate grade pupils 
use self-appraisal as a technique to modify their 
self-concept and their classroom verbal and nonverbal 
behavior. Subjects were fourth, fifth, and sixth graders 
in two elementary schools in Tucson. There were six 
control and six experimental classes. The experimental 
classes \~ere given training in observing behavior and 
in analyzing and describing the behavior of others. 
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The experimental classes ,,,ere videotaped at eight dif­
ferent times during the experimental period. They then 
had them describe and code their Olin behavior as recorded 
on videotape. All pupils in the experimental group also 
took part in weekly classroom sessions during which the 
children became aware of classroom interaction through 
viewing videotapes and films; role playing and discus­
sions of topics such as How We Affect Others and Self­
Discipline. The study revealed the following results: 
1. Pupils in the experimental groups ,,,11.0 viewed them­
selves on videotape and who coded their own behavior 
showed a significant difference in their non-verbal 
behavior but not in their verbal behavior. 
2. All the pupils in the experimental group showed 
a significant positive change in self-concept. 
3. Those in the experimental group who were not video­
taped and who viewed the behavior of others rather than 
their Olin showed the greatest change in self-concept. 
Ammerman and Fryrear (1975) attempted to enhance 
children's self-esteem through a five week self-photography 
project which provided each child in the experimental 
group with 60 pictures of himself in different poses. 
Control group subjects were provided with self-photographs 
at the end of the project. Twelve fourth grade children 
42
 
(six girls and six boys) were selected for both low 
subjective self-esteem and 10\'1 behavioral self-esteem, 
using the Coopersmith Self-Esteem Inventory and Behavior 
ating Scale. After five weeks of photography sessions, 
the Self-Esteem Inventory and Behavior Rating Scales 
were readministered and pre- and post-test results were 
compared. The experimental procedure resulted in a 
significant increase in behavioral self-esteem for the 
experimental group, but no change in subject self-esteem. 
Halcolmson and Skubinna (1973) described a develop­
mental program for inarticulate, shy, poorly peer­
oriented students in southern California. A group program 
was chosen as the best way to give this type of child a 
place to make himself heard, to supply ego supporting 
activities, to foster broader peer-interaction and the 
development of relationships among group members and to 
help the child develop a greater sense of self. Results 
of the program were that the observable behavior of many 
of the participating children had changed and that the 
teachers felt a direct effort was being made to enhance 
the emotional growth of pupils in ways they, in the 
classroom, could not supply. 
Shearn and Randolph (1978) examined the effects of 
reality therapy on self-concept and on-tasl behavior. 
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Four classes of 27 students each were randomly selected 
and assigned to four groups. The classes were composed 
of children of American servicemen located in Japan, 
were approximately equal with respect to chronological 
age at the time of the study, parents social-economical 
status, and sex of pupils. Two experimental groups 
participated in reality therapy while the other two 
groups participated in career education activities. 
Groups met twice a week for a total of 26 class meetings. 
Each meeting lasted from 30 to 45 minutes. The iers­
Harris Children Self-Concept Scale was used as the pre­
and post-test instrument. The findings of this investi ­
gation do not support the use of reality therapy methods 
in the classroom for improving self-concept and on-task 
behavior. No significant difference in self-concept was 
found. 
Fitzpatrick (1977) investigated the effects of select­
ed values clarifying strategies on the self-concept and 
reading achievement of seventh graders. Subjects totalled 
547 students (288 girls and 259 boys). A pre-test, post­
test control group was utilized. The treatment groups 
experienced 16 sessions, one hour per week of selected 
values clarifying strategies. The control groups did not 
experience treatment, but otherwise were given the same 
learning experiences as the treatment groups. The results 
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of the data analysis demonstrated that the treatment 
group achieved significantly higher gain scores than 
the control groups on the three measuring instruments, 
which were the Piers-Harris Children's Self-Concept 
Scale, the California Test of Personality and The Iowa 
Silent Reading Test of Comprehension. It was concluded 
that the value clarifying strategies had a significant 
influence on self-concept and reading achievement in this 
study. 
\Vhite and Allen (1969) reported a study which was 
designed to test the hypothesis that pre-adolescent boys 
show greater gro,~h in positive self-concept when subjected 
in an art counseling program than when they receive a 
traditional non-directive counseling program having the 
same goal and that this difference will continue to 
exist into adolescence. Art counseling is shorter in 
time than art therapy and does not focus on unconscious 
expression and stresses normal rather than the pathologi­
cal. Thirty boys who had just completed the sixth grade 
were subjects for the study. One group of 15 boys re­
ceived art counseling, the other group of 15 boys re­
ceived only traditional non-directive counseling. The 
art counseling group was unaware of the goals of the 
art counseling and viewed each session as an art class 
they elected. The treatment took place daily over an 
eight-week summer session. A follow up of both groups 
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was conducted 14 months later. A multi-variate analysis 
of covariance with ten criteria using ten subscales on 
the Tennessee Self-Concept Scale supported the hypothesis. 
In 1971, Kelly worked with 20 high school students 
(13 boys and 7 girls) who participated in a group which 
was structured to emphasize the changes and problems 
associated with adolescence. The group was given the 
opportunity as a whole as well as in segregated sections 
of boys and girls to discuss various aspects of human 
sexuality. Among the major themes were sexual arousal in 
boys and girls, masturbation, development of sexual roles 
and responsibility in sexual behavior. Individuals 
clarified their own values, feelings and self-concepts 
through interaction with peers in a counseling atmosphere. 
Mackeen and Herman (1974) investigated the influence 
of group counseling on self-esteem, anxiety, depression, 
and hostility in three groups of adult females. The 
subjects were 48 women who were grouped according to 
economic status. The instruments used for the evaluation 
were the Tennessee Self-Concept Scale and the Multiple 
Affect Adjective Check List. Results indicated a signifi ­
cant change in the level of self-esteem in one group that 
had no distracting crises with which to contend. No 
significant changes appeared in anxiety, depression, and 
hostility in any of the three groups. 
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Brown (1965) examined the relationship between the 
counselee's personal adjustment and his ability to 
accept scholastic ability data. Results indicated that 
individual counseling did not prove to be effective in 
producing sustained change in self-concept. 
The following section is concerned with the commer­
cial programs available for the enhancement of self ­
concept and what research has indicated. Developing 
Understanding of Self and Others (DUSO) Dinkmeyer, (1970) 
is a complete program for kindergarten and the primary 
grades (ages five to ten) including storybooks, record­
ings, posters, puppets, and related activity aards, 
props, role-playing cards, and group discussion cards, 
designed to help build a positive self-concept and feel­
ings of adequacy in children. The program consists of 
eight units. Unit One is Understanding and Accepting 
Self. The teacher provides positive reinforcement 
through both verbal and nonverbal cues in a role akin 
to that of a group discussion leader. The leader is not 
to censure or demand nor engage in a struggle for control 
of the group. The teacher works toward having each 
child experience the natural consequences of his behavior. 
The teacher encourages silent members to participate in 




Research on the effectiveness of DUSO instruction 
has been studied most extensively using primary-age 
children. A study by Koval and Hales (1972) investigated 
DUSO on groups of 312 first-, second-, and third-graders 
who received ten weekly sessions of DUSO. Each session 
lasted 30 minutes and used materials from Unit I. 
Following the ten-week period, four subtests (self­
reliance, sense of personal worth, sense of personal 
freedom, and feeling of belonging) of the California 
Test of Personality were administered to the entire 
sample. Results indicated that the pupils felt more 
capable of self-direction and were more accepted by others 
than were children who did not participate. Furthermore 
the first-grade DUSO participants felt more capable of 
setting their own rules of conduct and choosing their own 
friends, and had a greater sense of personal worth. 
The findings of Eldridge, Barcikowski, and Witmer (1973) 
differed from those of Koval and Hales. Eldridge et ale 
investigated the effect of the DUSO guidance program on 
the self-concept of children in the second grade when the 
activities were led by classroom teachers. A total of 
98 subjects from two elementary schools were used in 
this study. The two experimental groups received a total 
of 25 thirty-minute group sessions over a five-week 
period using unit one of the DUSO group program. The 
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control group continued with their regular school pro­
gram. Unit one consists of cycles, each taking one week 
to complete. The activities included a story and poster, 
a problem situation, a role playing activity, a puppet 
activity and supplementary activities and readings. The 
treatment sessions were conducted by regular classroom 
teacher with assistance provided to the teachers in 
the study by Eldridge. Assistance included meeting 
with the teachers concerning guidelines for use of the 
DUSO guidance program. Instruments used in the pre- and 
post-testing were the Children's Self-Concept Index, four 
sections of the California Test of Personality, The 
DUSO Affective Device, Part I (DUSO- -1), and the Piers­
Harris Children's Self-Concept Scale. A significant 
difference was noted in the self-concept of children who 
participated in the DUSO group guidance program as mea­
sured by the DUSO AD-I with the experimental group scor­
ing more positively. However, no significant differences 
were found between the experimental and control groups 
as tested by the Piers-Harris Children's Self-Concept 
Scale and the California Test of Personality. The 
authors stated that th se results appear to indicate that 
the instruments are not measuring the same dimensions as 
the self-concept construct, but that teachers' use of 
the DUSO guidance program along with counselor consulta­




Marshall (1973) also investigated the effects of 24 
counselor-led sessions of DUSO on the self-concepts of 
children in grades one through three using the llHow I 
See Myself Scale" (a self-report measure). Although 
no significant improvement in pupils' perceptions of 
themselves or of the school were found, Marshall noted 
that teachers involved with the study felt the materials 
to be an effective means for helping children describe 
their personal experiences. 
A second program available commercially is the 
Human Development Program (HDP) developed by Bessil and 
Palmoaris in 1970. It was created in order to improve 
interpersonal communications within the classroom. Six 
weeks of each semester are to be spent on each of 
three themes: awareness, mastery, and social inter­
action. The materials for the program include curriculum 
booklets for preschool (age four) through sixth grade, 
theory manual, and teacher's guide. The curriculum of 
the HDP is designed to help children to: (a) under­
stand the similarities and differences between themselves 
and others; (b) identify and properly use their own 
abilities; and (c) recognize their role in social 
relationships. The preferred structure for group 
communication is referred to as Magic Circle. The }Iagic 
Circle consists of from eight to thirteen children 
sitting next to one another in a circle on the classroom 
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floor. The teacher sits alongside the children and 
serves to lead the group, clarify thoughts and feelings, 
and facilitate a non-threatening group climate. All 
students are encouraged to participate in the Circle 
discussions, if they so desire providing they abide by 
the following rules: 
1.	 Everyone should sit reasonably still; 
2.	 Only one person can talk at a time and he should 
raise his hand when he wants to talk; 
3.	 Everyone must listen and be able to show that 
they have been listening. 
Research on the effectiveness of HOP includes an 
investigation completed in North Carolina by the North 
Carolina Association of Supervision and The Curriculum 
Development Executive oard (Edmunson, 1979). The study 
was designed to initiate two programs for promoting 
effective human development in a school system and to 
assess the effects of the implemented programs on chil ­
dren's self-concept. It was expected there would be 
significant gains in children's self-concept as measured 
by the Piers-Harris Self-Concept Scale and the 
California Test of Personality for Children 1n the Human 
Development Program treatment group and the Transactional 
Analysis (TA) treatment group. Subjects for the study 
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were 165 randomly selected fourth grade children enroll ­
ed in three elementary schools. The sample population 
was primarily poor nonwhites and high income whites. 
Each group leader participated in special training de­
signed for the particular treatment programs. Each 
child was given a pre-test before sessions were started 
and a post-test at the conclusion of the program. The 
group size was between eight and sixteen children. Each 
group met three times weekly for 11 weeks with each 
session lasting 30 minutes. The no-treatment group did 
not meet except for pre- and post-testing. The difference 
in mean scores was not great enough between groups to 
show statistical significance, but mean scores as well 
as raw scores showed a positive trend. Results suggested 
effectiveness in increasing children's positive self­
concept in this particular study. 
Other research on the Human Development Program was 
unpublished manuscripts reviewed by Medway and Smith 
(1978). Their review of research covered the following 
studies: Hawkinson (1970) investigated Magic Circles. 
In this study 48 children in grades one to three parti ­
cipated in 90 Magic Circle sessions. Unexpectedly, 
results from this study indicated greater increases in 
self-esteem for a nontreatment group as compared to the 
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IIDP participants. Strickler's (1973) findings were only 
slightly more encouraging. In his study, four classes 
of fourth- and fifth-graders received different amounts 
of affective education instruction. One class participat­
ed in the HOP nearly every day. A second class began 
the program and then quit; a third class used only selected 
HOP materials; and a fourth class used a variety of 
other affective materials daily. Those classes which 
used the affective materials consistently (whether HOP 
or not) showed increases in self-esteem on the Cooper­
smith Self-Esteem Inventory and better attitudes toward 
school and friends. Medway and Smith (1978) also re­
viewed Mestler (1974). Mestler examined the effects 
of the HOP upon student self-image and attitude toward 
school using 96 Mexican and black elementary school 
children from four classes as subjects. Two classes 
received HDP training twice a week for a semester, 
while two classes served as a control. The onJy signifi ­
cant findings reported were an increase in self-image 
for one of the experimental groups as contrasted ,,,ith 
the other three groups and improved attitudes toward 
school for both experimental groups. These three studies 
used the teacher as a group leader. Med''lay and Smith 
(1978) reviewed two other studies. These studies used 
counselors as group leaders. One study was by Mosser 
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and Evans (1973). They placed 142 elementary school 
children in one of three groups. One group received 
HDP training on four days a week for 13 weeks. A second 
group received HDP training two days a week for 25 weeks. 
Finally, a control group received no training. Evalua­
tion was conducted using the Coopersmith Self-Esteem 
Inventory, HDP Developmental Profile, and student self ­
reports. Results indicated that the group receiving the 
25 week instruction showed greater increases in self­
esteem as measured by Coopersmith than did the other two 
groups, which did not differ between themselves. The 
second study reviewed by ~ledway and Smith (1978) using 
counselors as group leaders was conducted by Darrigrand 
and Gum in 1973. They assess the effects of the fIDP on 
the attitudes of second-graders. Counselors instructed 
groups in Developmental Guidance and HDP which met for 
50 twenty minute sessions. A third group using Develop­
mental Guidance materials met for only 25 sessions. 
esults showed that children in the groups lasting 50 
sessions improved more in self-concept, school attitudes, 
and peer-relations than did children in the 25 session 
group, regardless of whether the sessions consisted of 
HDP or Developmental Guidance materials. 
54
 
A third program called Toward Affective Development 
(TAD) created by Dupont, Gardner, and Brody in 1974 is 
an activity-centered program designed to stimulate 
psychological and affective development. The program 
is designed for grades three to six (ages eight to 
twelve). The materials in the program consist of a 
manual, a scarf used to encourage student participation 
in group discussion, illustrations, discussion pictures 
filmstrips, cassettes, posters, shape and object cards, 
duplicating masters, "feelingll wheels, colored chips, 
and career folders. The program has a total of 191 
lessons centered around five sections: "Reaching in and 
Reaching Out"; IlYour Feelings and Mine"; "Working To­
gether"; "Me: Today and Tomorrow"; and "Feelings, 
Thinking, and Doing." The teacher role is to model 
appropriate behavior, verbally reinforce those be­
haviors, and direct and monitor students' activities. 
The student's role is of major importance. Because of 
the emphasis on student-student interaction, TAD has 
many large and small group activities involving brain­
storming, group discussion, and roleplaying. The pro­
gram has no assessment tool at this time. However, 
at the end of each section is a progress indicator as 
a measure of student affective development. The only 
research available was reviewed by Nedway and Smith 
(1978). They reported one study completed by La Capitaine 
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1n 1975. He evaluated the efficacy of selected TAD 
lessons on social problem-solving skills of 60 sixth­
graders. No studies were found investigating the 
effect of TAD on self-concept. 
Dimensions of Personality (DOP) c~eated by Lim­
bacher (1973) is a K-12 program designed to put "children 
in touch with themselves and the emotions that motivate 
behavior." In grades kindergarten through six, each 
grade has a separate student and teacher manual and sets 
of ditto masters. Grade one through three includes 
14 group activity sheets. The materials for K-6 are 
entitled: "Now I'm Ready," tlI Can Do It," "What About 
Me," "Here I Am," "I'm Not alone," and "Becoming Hyse1f." 
The method of instruction consists of reading a passage, 
student responses (oral or written), and a sharing of 
the results with group members. The role of the teacher 
is to function as guide and group process observer. The 
general objectives are to bui~d positive self-concept; 
competency in working in noncompetitive support groups, 
and basic social competence skills. No evaluation tools 
are included. Research on nop was a review of unpublish­
ed manuscripts by Medway and Smith (1978). They reported 
three studies. One study undertaken by Swisher and Piniuk 
(1973) found that the program enhanced the overall mental 
health of children in grades four to six and seemed to 
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improve their classroom behavior. A second study 
reviewed was by Furlano in 1973. It reported favorable 
subjective evaluations of the program from both teachers 
and students who requested the continuance of DOP 
instruction in their schools. The third study completed 
by Evans and D'Augelli completed in 1975 found no evidence 
of DOP effectiveness. 
Cooperatlve. Educatl0na. 1 S . Agency I, oferVlce 1'8 
Appleton, Wiscons1n, developed The Student Learning 
Activity Packet-Self-Concept for grades three to six, but 
it can be modified for lower grades. This learning 
activities package is designed to allow students to 
do self-concept activities on their Olin without any 
outside pressure. Each activity is a separate exercise 
which may be used as a follow-up to a major group 
activity or as a complete activity on its own. A wide 
range of exercise types is supplied including self-
evaluation questionnaires, activities to help students 
recognize and deal with fears, and feeling delineation 
questionnaires. Additional information and advice is 
provided for teachers. It is important that the students 
understand that they do not have to share their responses 
with anyone unless they choose to do so. It is 
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important that the student does not feel threatened. 
After completion of each activity, the child is to 
place the exercise in a personal journal. No research 
is available at this time on the effectiveness of 
these learning packets. 
Tutoring Hodel as Intervention Strategy 
In this section peer-tutoring and cross-age tutoring 
is focused upon as a strategy for the development of a 
positive self-concept. veiner, Goldman, Lev, Toledano, 
and osner (1974) investigated student tutoring in a 
pilot study. One fourth grade and five fifth grade 
students who displayed learning difficulties and negative 
self-concepts were chosen to tutor second grade children. 
One child exhibited withdra\~ behavior while three of 
the tutors were aggressive. Two "average" children 
were also included as tutors to destigmatize the program. 
Sessions were run by social work students who utilized 
role-playing situations to stress the need for patience 
and self-discipline in the tutors. \Vhile one tutor dropped 
out of the program, the other continued for four to six 
weeks and the authors reported improved self-concepts in 
all of these subjects, particularly in the withdrawn 
child who became more self-assured and assertive. Two of 
the subjects also demonstrated improved academic grades. 
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The authors maintained that the gains made by the tutors 
were affected by the status achieved from participation 
in the program and by the sessions with the social work 
students which helped the children to internalize the 
demands of school. 
Kokovich and ~fatthews (1971) carried out a pilot 
study three years earlier on cross-age tutoring and 
counseling in improving self-concepts and attitudes toward 
learning. Five sixth.grade boys with above average 
intelligence, who were underachieving readers were 
identified as having poor self-images by the FAn 
(Feelings, Attitudes, and Beliefs) Scale, by the lOl-A­
Self-Inventory Scale, and by teacher observations. Three 
of the boys were withdra,~ and indifferent to school, 
while two of the boys were frequently disciplined for 
misbehavior. Each boy was paired with a first grader 
having difficulty with reading. From October to May 
of the school year, each pair met for30minutes each 
week. The reading teacher met with the sixth graders 
to analyze problems experienced during tutoring and to 
also help the tutors ,~ith their o,~ reading difficulties. 
Biweekly meetings were held with the principal to discuss 
interpersonal relationships. Analysis of pre- and post­
59
 
testing with the self-concept scales indicated that 
four of the five subjects increased their self-confidence 
and improved their feelings about themselves. Teacher 
observations and a decrease in inappropriate behavior 
supported these findings. The Gates Reading Survey 
measured reading achievement with significant gains being 
reported for the boys who improved their self-concept 
scores. The authors also reported that the four boys 
who made appropriate self-esteem and achievement gains 
continued to make satisfactory progress in high school. 
s four of the five tutored children also made academic 
advances, the authors concluded that such pr-ograms can 
successfully contribute to the emotional and academic 
needs of the involved students. 
A year earlier Frager and Stern (1970) investigated 
l~hich type of tutor-instruction would produce the most 
significant growth in tutors as well as tutees. The 
tutors for this study were 46 sixth graders divided 
into two equal groups of high and low achievers. Each 
tutor was paired with a kindergarten child who had been 
tested and found to be in need of remedial work. Re­
sults indicate there l~as high morale, good attendance, 
and generally satisfactory adjustment to the school 
setting. For the high achievers, this was equally 
true of both the experimental and the control group. 
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It was with the underachievers that the greatest impact 
of the tutoring experience was demonstrated. The low 
achieving tutors showed significant differences in 
school morale, attitudes, attendance, and their feelings 
about themselves. Results suggest that low achieving 
students make effective tutors of younger children 
and at the same time, profit themselves--both in terms 
of achievement and self-concept gro,~h. 
In 1970 Page also described a research project known 
as Project ENABLE at the Kennedy Child Study Center in 
Nashville, Tennessee. The remedial procedure found to 
be most beneficial for adolescents with learning dis­
abilities in this project ''las a tutoring program in which 
the disabled learner became the tutor rather than the 
tutored. The role reversal gave the tutor some genuine 
prestige and perspective. It helped show the child that 
learning takes place when one determines the appropriate 
steps that must be taken, then is willing to go through 
those steps and get help \~hen needed. The tutoring did 
not have to be in the student's area of weakness or at 
the specific level at which he was deficient. It could 
range from helping a first grader learn to tie his 
shoes to teaching actual concepts. The student was 
trained to prepare lesson plans and organize his 
materials. An especially practical remedial procedure 
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was having the children make their o~m materials often 
upgrading or adapting materials designed for lower 
graders to the junior high school. First and second 
grade activity books often were used for ideas. Some 
students made up plays and sl its; others created over­
sized rulers, thermometers, and charts as classroom aids. 
The author viewed the most valuable aspects of the 
project as being that the pupil became involved in 
active, creative, and cooperative roles, and that the 
teacher was required to explain the purpose of each 
activity so that the child was able to teach it. 
Competency Model Strategy 
A competency model strategy is one in which the 
learning of some new behavior or skill increases one's 
self-confidence and thus, his self-concept. This model 
would also include the following remediation of academic 
skills and its effect on self-concept. The section 
focuses on studies concerned with the effect on self ­
concept of perceptual training, academic remediation and 
dramatics. 
The importance of sensory-motor development as a 
direct stimulus to the improvement of academic skills 
and the gro,~h of a positive self-concept has been 
gaining increased recognition. Aranin (1974) reported 
a project that took place in one county in Maryland, where 
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counselors met with physical education teachers to develop 
a screening and remedial program. The program was for 
kindergarten and first grade children who sho,~ed notice­
able signs of poor reading, muscle coordination, poor 
eye-hand coordination and a hesitation to try new physical 
activities. The physical education teachers and counselors 
used six tasks from the Frostig 10ve-Grow-Learn materials 
and the Frostig Developmental Test of Visual Perception 
as screening devices. The weekly program included: 
1.	 counselor-physical education teacher class planning 
2.	 counselor-sixth grade tuto~ planning sessions 
3.	 large group experience such as follow the leaders 
exercises or rhythmic activities 
4.	 small group activities to develop coordination 
such as walking on balance beam, bean bag toss, 
somersaults, obstacle courses, ring toss games, 
etc. 
The physical education teachers started them with a 
single activity but gradually let the children choose 
an activity. The instructors or tutors tried to carry 
on friendly conversation and make the sessions as 
personally satisfying to the child as possible. Evalua­
tions were done through informal pre- and post-observations 
by the counselors and participating teachers. Subjec­
tive evaluations of the children's progress in: (a) 
social relationships; (b) amount of involvement in school 
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activities and particularly indications of self-initiated 
activities or willingness to participate in new ac­
tivities; and (c) increased coordination in eye-hand, large 
muscles, and visual perceptual abilities were conducted. 
Seventy percent of the students who were unsuccessful 
in performing all six tasks from the Frostig ~10ve­
Grow-Learn screening at the beginning of the year could 
complete the six tasks successfully by the end of the 
year. The author feels that early recognition and weekly 
practice given to kindergarten -and first-grade children 
can help decrease potential behavior problems through 
a strengthened self-concept of capability. 
Platzer (1976) investigated the effect of perceptual 
motor training on gross motor skills and self-concept. 
Four- and five-year-old children l~ere referred by pre­
school teachers for deficits in the area of gross motor 
skills and self-concept. An experimental group partici ­
pated in a 30 minute perceptual motor training program 
daily for ten weeks while a control group received no 
specialized intervention. Two post-tests l~ere adminis­
tered: Grattyfs Six Category Gross Motor Test and The 
Goodenough House, Tree, and Person Projectives Test, 
but the results were not statistically significant. 
Analysis of the projective test supported the hypothesis 
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that a perceptual-motor program may improve the self­
concept of young children. 
Mauser and eynolds (1977) studied the effects of 
a developmental activity program on children's body 
coordination and self-concept. Twelve children (ten 
males and two females) ranging in age from four to twelve 
years of age took part. All subjects exhibited various 
perceptual-motor deficits and accompanying difficulties 
in social interaction. The Martinek-Zaichkowsky Self­
Concept Scale and the Body Coordination Test were adminis­
tered to each child prior to and immediately following 
participation in an eight week developmental activity 
program. Significant increases in body coordination, 
little change in self-concept, and moderate negative 
correlations between these variables were the results of 
the program. The author's opinion is that while body 
coordination might be improved by participation in 
activity programs of short duration, these improvements 
may not necessarily be accompanied by increases in self­
concept. 
In 1976, Bachara and Zaba conducted a follow-up 
study on their previously reported population of 35 five 
year, two months old to thirteen years, seven months old 
subjects experiencing learning and visual problems. 
Following the initial Human Figure Drawing Test, which 
was scored for emotional indicators, this group was in­
volved in a program of visual therapy to enhance their 
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performance in receptive and cognitive areas. Therapy 
was conducted in twice weekly 50 minute sessions which 
lasted four to six months. fuile the pre~test drawings 
showed zero to eight emotional indicators, drawings 
completed after therapy showed from zero to five. A 
significant difference was established between the group 
mean of 2.91 indicators at the pre-test and 1.43 indica­
tors at the post-test. The authors noted fewer indicators 
of inadequacy, helplessness, and insecurity. However, 
nhere was an increase in the indicators of anxiety which 
was attributed to anxiety about school achievement. The 
authors maintain that their study confirmed the concept 
that social-emotional problems result from learning 
difficulties and that proper remediation helps them to 
subside. 
Guerin (1978) evaluated three non-academic teaching 
strategies for their impact on the academic, behavioral, 
and self-concept learning of 40 trainable mentally re­
tarded and 44 learning disabled handicapped children 
(eight to 12 year old). The children in each category 
were divided into four groups: a control group; a 
visualization training group; a relaxation training 
group; and a motor training group. Children in the control 
group were read children's literature. Instruction was 
given 20 minutes a day, four days a week for 11 weeks. 
Pre- and post-testing ,~as given in the areas of academic 
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achievement, classroom behavior, and self-concept. The 
trainable subjects also received testing in basic skills. 
Control and experiment groups both experienced gro,~h 
without significant differences. 
The next group of studies were concerned with the 
effect of improved academic skills on self-concept. 
Soares and Soares (1971) studied the competency model 
strategy for improving self-concept. isadvantaged 
children who attended a special summer program developed 
specifically for the improvement of academic skills were 
investigated. The assumption was that, if the subjects 
were able to succeed in academic skills, they would 
begin to develop more positive self-concept. fter a 
six week summer program the self-concept of the 63 
first through sixth graders did increase. 
The results of Endler and Minden's (1971) remediation 
program differed from that of Soares and Soares (1971). 
Four to thirteen year old learning disabled children took 
part in a program in a six week summer camp setting. 
The program was aimed at remediating deficits in reading, 
math, speech, and coordination. Forty normal achievers 
also attended the camp, but did not participate in the 
remediation program. At the pre-test a difference was 
noted between the normal achievers and the learning 
disabled children in achievement as measured by the 
vide ange chievement Test but no differences were 
evident in self-concept as measured by the Semantic 
Differential. Following the treatment period, no 
significant differences were demonstrated by the learning 
disabled campers on their level of achievement when 
compared to pre-test data. In addition, no changes were 
seen in self-concept for either the learning disabled 
or the normal achievers. Endler and Minden (1971) felt 
that their four week remediation program had been too 
short, thereby, accounting for no increases in academic 
achievement or self-concept. Furthermore, no achieve­
ment regression took place in the learning disabled sub­
jects, as is often seen during summer vacation. 
Leviton and Kiraly (1975) found similar results 
with their study on the effects of summer compensatory 
programs. Thirty-five pairs of learning disabled chil­
dren in grades one, two, and three who were matched for 
school and chronological age, grade, sex, and learning 
problems took part in the study. The thirty-five ex­
perimental subjects participated in a six week summer 
school program. Daily eighty minute individual or 
~lall group lessons in readi , math, and language arts 
were conducted. Reading vocabulary, reading comprehen­
sion, arithmetic problem solving, and self-image were 
assessed before and after treatment and at a six month 
follow-up study. The only significant academic- change 
from pre-test to post-test was in arithmetic for all 
grades combined and for third grade su jects. Ho'wever, 
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these gains had disappeared by the six month follow-up 
when compared to the control group. All grades combined 
and third grade students also experienced a change in 
self-concept when pre-test and six month follow-up data 
,vere compared. 
A significant correlation was found only between 
self-concept and reading comprehension for first graders 
from pre-test to post-test. Leviton and 'iraly (1975) 
concluded that self-concept was subject to improvement 
but was not detectable immediately following treatment 
and apparently took time to manifest itself. They also 
noted that as there was no general relationship between 
changes in academic achievement and changes in self­
concept there is little empirical justification for 
referring learning disabled children to summer compensa­
tory education programs. 
The following study is concerned with what the effect 
of being part of a play production group has on self­
concept. Sch'vartz (1973) conducted a study which indicat­
ed that play production experiences can enhance the 
self-concept of students. Using the Acceptance of Self 
and Others Scale, Schwartz found significant changes in 
self-concept for 144 students after participating in 
play production activities. For controls, she tested 
78 students participating in debate and speech activities 
and 80 students who were not participating in any 
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activity at all. The self-concept of both control 
groups changed significantly less than the self-concept 
of those participating in play production. Schwartz 
hypothesized the reasons for the effects. She feels 
that the reasons for the effects are because the inter­
actions and rewards structure of the experience provide 
opportunities for students to enhance their self-
esteem and their opinion of other people. Peer approval 
and acceptance, commendations from the director, and 
positive responses from the audience accompanied the 
rehearsals and public performance of the play. Security 
and status resulted from membership in the play produc­
tion group. 
CHAPTER III 
sm1MA Y AND CONCLUSION 
The review of the literature on the different 
techniques or strategies a teacher can use to improve 
a student's self-concept was divided into four sections. 
Part one of the overview of literature was concerned 
with the creation of a supportive environment. The 
literature showed that experts in the field of education 
seem to agree that the one main factor in a supportive 
environment is respect. The teacher must have an honest 
respect for each of her students. She can show her stu­
dents this respect in several ways. They are: 
1.	 Accept pupils' contributions to the class. Let 
the students have a role in some of the decisions 
made concerning the class. 
2.	 Listen. Give each student your undivided atten­
tion some time during the day. Treat l1That the 
child has to say with respect. The teacher needs 
to show an honest interest in what the child is 




3. Challenge each student, but only to the point 
where success is possible. 
4.	 Be a friend. The teacher should show warmth 
and caring. The student needs to feel that he/ 
she belongs. 
5.	 Give each student some freedom within the class­
room. He/she needs to be able to have a choice 
between things to do. The students need the 
freedom to explore. Above all, the student needs 
the freedom to make mistakes without feeling 
that he/she is no good. 
6.	 Maintain control of the classroom by knowing 
the su ject matter and by having class time 
planned. Vhile ridicule might be effective in 
maintaining control, it is likely to build dis­
respect for himself and others. 
The second section dealt with specific techniques 
for improving the self-concept of the student. There 
are many individual activities that can be presented by 
the teacher. These activities include open-ended 
sentences, questions, drawing activities, class projects, 
and show and tell activities. In the third section 
the techniques for ~nproving the self-concept of the 
learning disabled child were exanlined. The activities 
listed in the first and second sections are also very 
practical suggestions for the learning disabled child. 
In addition to those activities, the teacher should try 
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to emphasize the LD student's strengths not his weaknesses 
by: (1) voiding academic comparisons with "normal" 
children; (2) Not covering the LD students' papers with 
red marks; Marking or counting the correct answers; (3) 
Trying to find skills or talents in other areas; (4) 
Helping the child to relate growth to himself not others; 
(5) Finding and reinforcing areas of success. 
The fourth section examined the effectiveness of 
affective programs, both individually-designed and 
commercial programs, peer and cross-age tutoring, and 
competency model strategies in improving self-concept. 
The overview of literature showed that peer and cross-
age tutoring seemed to be a very effective tool for the 
improvement of self-concept. Commercial and individually­
designed effective programs sho'"Jed mixed results. 
Any positive results seemed to be related to the length 
of time spent on the program not the type of materials 
used. A values clarification program though, did have 
a significant positive influence on self-concept, as 
did an art counseling program. Research also showed 
that improved academic and perceptual motor skills are 
not necessarily accompanied by an improved self-concept. 
It is apparent to this author that the one factor 
that is the most important to the improvement of a 
student's self-concept is the teacher. The teacher has 
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an affect on her students' self-concept, either positive 
or negative. It is up to the teacher to be aware of this 
and to plan accordingly. The two i~rr1portant factors are: 
(1) what the teacher believes about himself/herself and 
about his/her students and (2) what he/she does in terms 
of the attitudes he/she conveys and the atmosphere he/ 
she develops in the classroom (Purkey, 1974). 
This author feels that in order to have self-concept 
improvement a part of the total curriculum, the teacher 
needs to care about all of her students and to show each 
student that he/she is important to her and to the other 
students in the class. It is the teacher who makes 
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